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ABSTRACT

ARTICLE HISTORY

Scholars and professional organizations have called for an
increased emphasis on social justice training in applied psychology graduate programs, including school psychology programs (SPPs). During the past decade, emerging research has
identified some features of high-quality social justice education, including a clear program mission statement and relevant
field-based experiences. However, relatively little literature has
described how faculty can pursue comprehensive change in
their graduate programs to move training toward a social
justice orientation. The purpose of this article is to describe
how principles of organizational consultation can be applied to
cultivate a program-wide emphasis on social justice issues in
school psychology training. In particular, this article reviews
relevant literature on social justice education and describes an
adapted 5-stage model of organizational consultation for coordinating cohesive program change. Specific recommendations
for implementing high-quality social justice training are provided, and directions for future research are discussed.
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Social justice and school psychology
Over the past decade, graduate educators have called for an increased
emphasis on social justice training in applied psychology training programs, including school psychology programs (SPPs; e.g., American
Psychological Association, 2003; Miranda, Radliff, Cooper, &
Eschenbrenner, 2014; Shriberg, 2012). For example, Shriberg (2012)
argued that the goals of social justice are integrally linked with the goals
of school psychology and therefore should be prioritized in graduate
education. Moreover, Briggs, McArdle, Bartucci, Kowalwicz, and
Shriberg (2009) noted that the development of school psychology has
been influenced by several critical social justice movements, including
the children’s rights, civil rights, and special education rights movements.
Because the aims of both school psychology and social justice involve
creating safe and accessible learning environments for all students, a focus
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on historical and contemporary social justice issues in graduate training is
critical for preparing effective practitioners (Shriberg, 2012).
The term social justice has been defined in a number of ways by scholars in
various mental health fields, including school, clinical, and counseling psychology. Broadly, Bell (2013) defined social justice as the “full and equal
participation of all groups in a society that is mutually shaped to meet their
needs” (p. 21). Similarly, Goodman and colleagues (2004) emphasized the
empowerment of diverse groups by describing social justice as “scholarship
and professional action designed to change societal values, structures, policies, and practices, such that disadvantaged or marginalized groups gain
increased access to these tools of self-determination” (p. 795).
Others have focused more explicitly on the inextricable link between social
justice and multiculturalism, which refers to a “process, an ideology, and a set
of interventions . . . that recognize and value the uniqueness of diverse
learners, cultural backgrounds, and identities” (Wright Caroll, 2009; p. 2).
Scholars who emphasize the relationship between social justice and multiculturalism have argued that the former can be conceptualized as a recent
development within the latter (Ratts, 2011; Shriberg & Moy, 2014; Vera &
Speight, 2003). In other words, social justice implies a broader agenda for
societal change that extends beyond the mere provision of culturally responsive psychological services and includes advocacy for equitable service delivery at both the individual and systems levels (Vera & Speight, 2003). Despite
variation in definitions, there appears to be some general consensus about
the meaning of the term among school psychologists. For example, findings
from Moy et al. (2014), Shriberg et al. (2008), and Shriberg, Wynne, Bartucci,
Briggs, and Lombardo (2011) indicate that preservice and practicing school
psychologists generally emphasize concepts of fairness, equity, advocacy, and
cultural awareness in defining social justice.
Although there is emerging consensus on the meaning of social justice, the
implementation of high-quality training in this area has proven to be a
complex endeavor. To some degree, implementation challenges stem from
inherent difficulties in identifying “best practices” in social justice advocacy
and training (Shriberg, 2012). Markers of “socially just institutions” are likely
to vary across contexts, and as a result, it is difficult to identify common
standards for evaluating trainee competence (Moy et al., 2014). Moreover,
because social justice can be conceptualized as a cyclical process in which
there is continual room for personal reflection and growth (Miranda et al.,
2014), it may be challenging for graduate educators to determine what
constitutes adequate progress toward achieving social justice competence.
Moving forward, these issues raise important questions for guiding contemporary research on social justice training.
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Situating social justice training in school psychology
To better understand the role of social justice training in school psychology, it
is important first to consider how social justice concepts are incorporated in
professional standards for training and practice. These standards appear in
ethics codes and graduate preparation guidelines developed by the National
Association of School Psychologists (NASP), American Psychological
Association (APA), and International School Psychology Association (ISPA).
Collectively, these standards delineate the knowledge, skills, and behaviors that
graduate students and current practitioners must demonstrate in order to
practice effectively and ethically. By examining these standards, faculty can
better conceptualize training goals related to social justice education.
Both the National Association of School Psychologists (NASP, 2010b) and
International School Psychology Association (ISPA, 2014; Cunningham &
Oakland, 1998) specify standards for graduate training in the field of school
psychology specifically, while the American Psychological Association (APA;
2003) provides broad guidelines on multicultural training and practice
intended for a range of applied psychology fields. One common thread
throughout these three documents is their emphasis on the development of
multicultural competence. For example, all three organizations call for trainees to demonstrate awareness of how individual differences (e.g., abilities
and disabilities) and factors related to culture can affect service delivery and
the success of interventions. These documents also call for trainees to
develop skills in collaborating effectively with diverse individuals to promote
strong family–school–community partnerships. It should be noted, however,
that although the development of multicultural competence is an integral
component of social justice education, it is not the sole emphasis of the social
justice agenda (which is more extensive).
Moving beyond cultural competence, both NASP’s (2010b) and APA’s
(2003) graduate preparation guidelines specifically discuss the importance
of acquiring knowledge and skills related to promoting social justice. In
particular, NASP’s (2010b) guiding principles for graduate education and
practice require that “school psychologists ensure that their knowledge, skills,
and professional practices . . . promote effective services, advocacy and social
justice for children” (p. 4). Later in the document, this principle is translated
into more specific skills, including “advocat[ing] for social justice,” “recogni
[zing] that cultural experiential, linguistic and other areas of diversity may
result in different strengths and needs,” “promot[ing] respect for individual
differences,” and “recogniz[ing] complex interactions between individuals
with diverse characteristics ” (p. 15). Similarly, APA’s (2003) guidelines
stipulate that psychologists are “uniquely able to promote racial equity and
social justice” as a result of their “awareness of their impact on others and the
influence of their personal and professional roles in society” (p. 382).
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Ethical codes developed by APA (2010), ISPA (2011), and NASP (2010a) also
emphasize the psychologist’s role in promoting social justice. Although NASP
and APA do not specifically reference the term social justice in their respective
codes, the language of these documents clearly calls for psychologists to uphold
principles of social justice. For example, two of APA’s five guiding ethical
principles (i.e., Principle D: Justice and Principle E: Respect for People’s Rights
and Dignity) call for psychologists to promote fairness and justice, ensure equal
access to high-quality services among all people, and challenge personal biases
related to age, gender, gender identity, race, ethnicity, culture, national origin,
religion, sexual orientation, disability, language, and socioeconomic status.
Similarly, NASP (2010a) calls for school psychologists to “work to correct school
practices that are unjustly discriminatory,” “foster a school climate that is safe,
accepting, and respectful of all persons,” and “strive to ensure that all children
have equal opportunity to participate in and benefit from school programs” (p.
6). Arguably, social justice concepts are most prominent in ISPA’s (2011) Code
of Ethics, which identifies social justice as a prevailing ethical principle and
recognizes the school psychologist’s commitment to ensuring that all people
have “access to and benefit from the contributions of school psychology,”
including “educational, social, and psychological services” (p. 3).
Overall, ethical and graduate preparation standards described by ISPA,
APA, and NASP offer important considerations for shaping social justice
training in school psychology. In particular, these standards indicate that
graduate students should develop (a) awareness of how individual differences
affect the implementation and success of services, (b) knowledge and skills in
culturally competent service delivery, (c) awareness of personal biases and
the ways in which school systems may systemically privilege some groups
while disadvantaging others, and (d) knowledge and skills in facilitating
systems-level change to promote safe and socially just environments for all
students. To some extent, standards for graduate training and ethics are
considered to represent “best practices” in service delivery; however, the
practice of social justice in school psychology ultimately requires the individual to go above and beyond these standards. For example, promoting social
justice in schools relies not only the individual’s skill in facilitating systemslevel change but also on hir1 skill and tenacity in advocating for necessary
reform that potentially disrupts the status quo. Ultimately, social justice
advocates are proactive (rather than reactive) change agents who seek out
and relentlessly chip away at those inequities that are considered to be the
most unpalatable or inconspicuous to others. Issues related to the practice
and teaching of social justice have been discussed widely by scholars in
school psychology and related fields and are described in further detail in
the following.
1

Gender-neutral pronouns ze and hir are used throughout this manuscript.
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Social justice training frameworks
Although research in this area is still emerging, a number of authors have
proposed models for infusing social justice training in graduate education. In
addition to developing a working definition of social justice, this involves
identifying specific trainee competencies. To date, the literature on social
justice education in school and counseling psychology offers some valuable
recommendations in this area. For example, Constantine, Hage, Kindaichi,
and Bryant (2007) outlined nine specific social justice competencies for
trainees in counseling graduate programs. These include competencies
related to personal reflection, self-awareness, and self-regulation, as well as
competencies describing the individual’s skills in systems-level advocacy and
intervention. Similar to Constantine et al. (2007), Goodman and colleagues
(2004) identified six principles of social-justice-oriented service delivery and
training that emphasize the recognition of power, privilege, and injustice at
both the individual and systems levels. Specifically, they include (a) engaging
in ongoing self-examination, (b) sharing power, (c) giving voice; (d) facilitating consciousness raising, (e) building on strengths, and (f) leaving clients
the tools to work toward social justice change.
More recently, Li and colleagues (2009) developed a three-pronged
approach to social justice training based on the structure of the SPP at
Northeastern University (NEU). The first prong of this approach involves
integrating social justice content into graduate coursework. As described by
Li and colleagues (2009), the NEU curriculum provides two courses devoted
primarily to social justice and multicultural content. Beyond these two
courses, NEU faculty infuse related topics, including culturally responsive
assessment and intervention practices, throughout students’ applied coursework. The second prong of the approach by Li et al. (2009) involves engaging
students in social justice scholarship (e.g., research centered on advancing
equitable service delivery in school psychology). Finally, the third prong
involves coordinating collective action among faculty and students to address
social injustices in practice (e.g., through volunteering, providing relevant inservice training, and developing materials to educate the public).
Radliff, Miranda, Stoll, and Wheeler (2009) also described a framework
for infusing social justice training that has been implemented at Ohio
State University (OSU). This framework includes five primary program
components: (a) a mission statement centered on social justice advocacy,
(b) a diverse student body, (c) curriculum and program requirements that
address social justice competencies, (d) community partnerships centered
on rectifying injustice, and (e) student and faculty involvement in community affairs and projects. The framework of Radliff et al. (2009)
parallels that of Li et al. (2009) in its emphasis on coursework, scholarship, and community activities related to social justice advocacy. In
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addition, its emphasis on recruiting a diverse graduate student body is
particularly noteworthy. Radliff et al. (2009) contended that a diverse
student body is necessary for ensuring program excellence and for providing students with opportunities to “experience diversity up close and
personal” (p. 13).
Miranda and colleagues (2014) expanded the work of Radliff et al. (2009) by
describing a broader model of social justice training based on their research
findings from interviews with OSU students. Specifically, the cyclical model of
Miranda et al. (2014) posits that students’ commitment to a lifelong pursuit of
cultural competence and social justice drives their engagement in school psychology training. This training comprises two components: foundational components and dynamic components. Foundational components refer to the core
training structures that form the cornerstone of comprehensive social justice
education. These structures include the mission statement, program philosophy,
and designated program specializations. Dynamic components refer to training
components that are generally considered to be more fluid (i.e., components that
are continually modified or improved) and include community-based partnerships, coursework, practica, and other program requirements. Collectively,
foundational and dynamic components of school psychology training contribute
to the development of students’ competence in providing culturally responsive
psychological services and, more broadly, engaging in social justice work.
Finally, Moy and colleagues (2014) proposed a descriptive framework for
social justice training in school psychology based on qualitative findings from
interviews with graduate student trainees. The framework of Moy et al.
(2014) identifies four institutional variables (faculty commitment to social
justice, an explicit social justice mission, strong community partner networks, and strong school networks) that affect curricular variables (e.g.,
course content, service learning, and practica), which in turn promote
desired training outcomes (e.g., increased understanding of social justice
issues). These training outcomes are tied to applied outcomes (i.e., advocacy),
which ultimately determine whether students will exhibit positive educational
and social outcomes (i.e., motivation to promote fairness and equity in
practice). Moy and colleagues’ (2014) framework provides a valuable guide
for understanding how graduate training can enhance students’ knowledge
and application of social justice concepts.
Research on social justice training in graduate education
Given that graduate educators’ understanding of social justice training is still
emerging, it is unsurprising that empirical support for effective training
practices is limited. Again, because “best practices” in social justice education
remain unclear (Shriberg, 2012), it is difficult for scholars to evaluate student
outcomes associated with specific elements of training. To date, much of the
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research supporting social justice training has examined students’ perceptions of their learning experiences and self-reported degree of professional
competence.
For example, Briggs and colleagues (2009) investigated the perspectives of
graduate students enrolled in an SPP with a prominent social justice orientation (Loyola University Chicago). Six graduate students participated in a
focus group in which they were asked to describe the role of their graduate
program in shaping their understanding of social justice issues as well as
recommendations for improving training opportunities. Participants
expressed that opportunities to address social justice issues directly through
service learning, practica, and internship placements were most valuable to
their learning. They also indicated that discussions with peers and faculty
members were critical for deepening their understanding of social justice
concepts. Regarding potential program improvements, participants expressed
a desire to complete training experiences in higher-need schools and to have
their course instructors draw more explicit connections between social justice
concepts and classroom activities.
McCabe and Rubinson (2008) examined the preparedness of school psychology, counseling, and education graduate students to promote access to
equal and safe learning environments for lesbian, gay, bisexual, transgender,
and questioning (LGBTQ) youth. Participants (n = 81) were enrolled in a
graduate school of education with a culturally and socioeconomically diverse
student body and an institutional mission centered on addressing social justice
issues. The authors conducted 12 focus groups in which participants discussed
the meaning of social justice as well as their perspectives on improving school
environments for LGBTQ youth. In general, participants reported positive
attitudes toward social justice initiatives related to race, linguistic background,
gender, and socioeconomic status. However, only with facilitator prompting
did some (but not all) of participants describe positive attitudes toward
promoting social justice for LGBTQ individuals. Moreover, participants’ subsequent discussions indicated that they did not view themselves as proactive
advocates for LGBTQ youth. In particular, they cited a lack of perceived
administrative support, powerlessness, heavy workloads, and a lack of
resources and background knowledge as barriers to advocating for LGBTQ
youth. McCabe and Rubinson’s (2008) findings suggest that even students who
exhibit favorable attitudes toward educational equality may need additional
support in translating their personal beliefs into observable advocacy.
Caldwell & Vera (2010) interviewed 36 doctoral-level graduate students
and credentialed practitioners in counseling psychology who were considered
to have made significant professional contributions to the study of social
justice (through professional practice, scholarship, or training). In particular,
the authors inquired about critical incidents that influenced these participants’ commitment to social justice issues. Interview responses generally
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aligned with five primary types of experiences: (a) interactions with significant persons (e.g., mentors, family, and peers), (b) exposure to injustice (i.e.,
personal and others’ experiences of injustice), (c) education/learning (i.e.,
coursework, readings, and scholarship), (d) work experiences (i.e., clinical
and community work), and (e) religion and spirituality. Notably, the first
three categories accounted for approximately 75% of incidents described.
Participants reported that these critical incidents led to increased self-awareness, greater knowledge of societal injustices, prominent changes in their
identity and behavior, and ultimately, a personal resolve to engage in meaningful social justice work. These findings suggest the importance of highquality mentorship, coursework, and field experiences in promoting students’
sustained commitment to social justice advocacy.
In addition, several studies conducted during the past decade examined the
perspectives and experiences of school psychology graduate students enrolled
in social-justice-oriented training programs (e.g., Briggs et al., 2009; Miranda
et al., 2014; Moy et al., 2014). For example, Miranda and colleagues (2014)
surveyed school psychology students in various stages of graduate training
regarding their experiences in a social-justice-oriented program. In particular,
students were asked to discuss the meaning of social justice advocacy and to
produce joint written responses in small groups. Qualitative analysis of the
responses revealed that participants viewed achieving culture competence as a
lifelong pursuit and were committed to increasing their self-awareness and
awareness of others. When asked about their training, students described a
connection between their program experiences and their development of
empathy for children from marginalized backgrounds. Many students attributed their understanding of social justice issues primarily to their field-based
experiences and their conversations with program faculty and peers. They also
indicated that the graduate program’s overall emphasis on multiculturalism
facilitated their exploration of social justice issues.
In a similar study, Moy et al. (2014) investigated the training experiences
of four cohorts of graduate students enrolled in a Midwest doctoral and
specialist-level SPP with a clear social justice mission. The researchers
employed a cohort-sequential design in which students participated in
focus groups over 3 consecutive years. Analyses revealed that students’
personal definitions of social justice were generally consistent with those
identified in previous research (e.g., Shriberg et al., 2008; Shriberg et al.,
2011). Moreover, participants identified several program features they
believed to be integral to their learning, including the SSP’s prominent social
justice mission and its use of a social justice entrance essay to orient students
to training. Participants consistently identified their fieldwork as an integral
component of their training and expressed that more opportunities to train
in underserved communities would have deepened their understanding of
social justice issues.
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Collectively, the aforementioned research has a number of implications for
structuring social justice training in SPPs. These studies suggest that students
benefit from receiving high-quality field-based training that affords them
opportunities to observe injustice, question oppressive institutional practices,
and connect with likeminded peers and professionals. In addition, students
are likely to benefit from making explicit connections between their fieldbased experiences and course content (i.e., readings, discussions, and assignments). Explicit connections between coursework and practica may be especially important for ensuring that students are prepared to translate their
emerging knowledge into observable and meaningful school-based advocacy.
Facilitating program change through organizational consultation
As described earlier, scholars have made considerable progress in identifying
strategies for infusing social justice training in SPPs. However, even with an
increasingly clear roadmap for developing social justice programming in
graduate education, trainers are likely to encounter a number of challenges
with implementation. For many programs, movement toward a social justice
orientation may represent a significant paradigm shift in the way graduate
training is conceptualized and implemented. Although some clarity has been
achieved regarding what constitutes an SPP with a social justice orientation,
little attention has been devoted to how programs might move toward this
orientation over time. Thus, the purpose of this article is to illustrate how
principles of organizational consultation can be applied to facilitate change in
school psychology training programs (and in particular, change related to
social justice programming).
Traditionally, the study of organizational consultation in school psychology has focused primarily on coordinating change in K–12 educational
settings rather than in higher education institutions. Nevertheless, principles
of organizational consultation also have important implications for guiding
change in graduate training programs. As does any significant organizational
reform, change in a graduate program’s focus and orientation requires careful planning, shared vision, and coordinated revisions to curricula and
training over time. As graduate educators navigate this process, they may
benefit from the guidance and expertise of an experienced consultant.
Moreover, having an overarching framework for conceptualizing and coordinating this intensive process enables programs to pursue change that is
substantial, pervasive, and sustainable.
Meyers, Meyers, Proctor, and Graybill (2009) define organizational consultation as a “relationship in which a consultant (or team of consultants)
works with a system in an effort to promote growth and solve problems
affecting the students, staff, and other people (p. 921). The authors use the
term “system” broadly to refer to any one of a number of organizational
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levels in elementary and secondary education, including the school, district,
and state levels. In addition, Meyers and colleagues (2009) propose a model
of organizational consultation that comprises five nonlinear stages: (a) entry,
(b) problem definition, (c) needs assessment, (d) intervention implementation, and (e) evaluation. This model will serve as the framework for conceptualizing program change in the present article, and the application of
each stage will be described in greater detail in subsequent sections.
Foundations of organizational consultation
In presenting their model, Meyers et al. (2009) identify a number of prominent developments and theories in psychology and education that have
shaped the evolution of school-based organizational consultation. Two of
these developments include Bronfenbrenner’s (1977) ecological systems theory and models of comprehensive school reform (e.g., Fullan, 2007). As
described in the following, both are believed to have important implications
for conceptualizing organizational change, particularly in graduate psychology programs.
Ecological systems theory

Meyers et al. (2009) recognized several ecologically oriented theories, including Lewin’s (1951) field theory and Vygotsky’s (1978) sociocultural theory of
development, that have influenced the evolution of organizational consultation. Among these theories is Bronfenbrenner’s (1977) ecological systems
theory, which posits that an individual’s development is shaped by reciprocal
interactions with embedded systems in hir environment. These embedded
ecological systems include the microsystem (environments in which the
individual is directly situated), mesosystem (interactions between various
environments in the microsystem), exosystem (environments in which the
individual is not directly situated yet nevertheless influence hir development), and macrosystem (larger social, cultural, and political systems in
which the individual is embedded).
Although initially presented as a theory of child development,
Bronfenbrenner’s (1977) framework can be applied even more broadly to
illustrate how dynamic entities (e.g., schools and other organizations) change
over time in response to embedded environmental influences. As illustrated
in Figure 1, an SPP can be conceptualized as an organizational entity that
changes over time as a result of interrelated environmental pressures. For
example, graduate programs can be viewed as embedded in a microsystem
comprising their immediate departmental, university, and local contexts. At
this level, they are influenced by a number of factors, including the university’s mission, strategic plan, and resource availability. Beyond the
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Figure 1. Ecological Systems Theory as Applied to School Psychology Programs.

microsystem, graduate programs are embedded in a mesosystem that consists
of the various interactions among its immediate environments. These include
department–university interactions (e.g., coordinating tenure, promotion,
curricular revision, program funding, and interdepartmental collaboration),
community–department interactions (e.g., coordinating practicum, internship, and service learning sites), and community–university interactions (e.g.,
coordinating space planning and community programming).
Outside of the mesosystem, the exosystem comprises the range of settings
that influence but do not directly contain the program, including state
certification and licensing agencies, accrediting agencies, neighboring SPPs,
and students’ and faculty’s home and extracurricular work environments. Of
course, national accrediting organizations and state credentialing and certification agencies influence programs by dictating standards for the training
and evaluation of preservice professionals. Students’ work environments can
influence programs by placing demands on program scheduling and operations. For example, programs whose students have a high degree of financial
need may be more likely to hold evening courses in order to accommodate
their trainees’ daytime work obligations. In addition, surrounding SPPs can
have an effect on programs by providing opportunities for research and
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training collaborations as well as creating competition for student recruitment and field-based training sites.
At the broadest level of the system, training programs are influenced by a
range of macrosystemic variables, including societal and cultural norms as
well as large-scale institutional policies and legislation. As mentioned previously, national legislation in a number of arenas (e.g., special education,
LGBTQ, and children’s rights) has greatly influenced school psychology
training and practice over time. Moreover, cultural norms dictate the ways
in which administrators, faculty, students, and practicum supervisors interact
with one another in professional settings. Even more subtly, cultural norms
can determine the extent to which certain groups are privileged or marginalized in academic settings. By conceptualizing SPPs as entities embedded
within interrelated ecological systems, trainers are better positioned to
understand the complex interaction of program and environment variables
and, ultimately, to navigate the change process. An ecological model also is
valuable for conceptualizing reform related to multiculturalism and social
justice as it prompts change agents to consider the ways in which interactions
among individuals and systems can privilege and/or marginalize various
stakeholder groups.
Comprehensive school reform

Over the past several decades, the field of school psychology has witnessed
considerable advances in the study of comprehensive school reform. These
advances include empirical research on factors that facilitate and inhibit
meaningful reform as well as the development of comprehensive frameworks for conceptualizing the change process. For example, Fullan (2007)
proposed a model of schoolwide reform that involves three broad phases.
The first is initiation (or adoption), which refers to the system’s process of
deciding to pursue and create readiness for change. The second phase,
implementation (or initial use), refers to the system’s first experiences with
putting a change into practice, and the final phase, institutionalization (or
continuation), refers to the integration of the change into the system’s
routine functioning. Depending on the nature, complexity, and stakeholders’ perceived acceptability of the change, Fullan (2007) estimated
that completing comprehensive school reform may take anywhere between
3 and 7 years.
In addition, Fullan (2007) reminded educators to be cognizant of the
difference between restructuring and reculturing. Restructuring refers to the
pursuit of disconnected, surface-level modifications in programs that do not
penetrate faculty’s core beliefs and therefore do not lead to cohesive, meaningful change in service delivery. Reculturing, however, refers to faculty’s
personal and collective reflection on core beliefs, which in turn leads to the
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pursuit of coordinated and meaningful change. Fullan (2007) argued that a
focus on reculturing rather than restructuring is necessary to effect substantive change in the way students are educated.
Fullan’s (2007) model of comprehensive school reform has a number of
implications for program change at the graduate level. Many of the concepts
emphasized in his three phases, including developing a shared vision for
change, garnering internal and external stakeholder support, and providing
comprehensive professional development, are relevant for promoting sustainable change in K–12 and postsecondary programs alike. Moreover,
Fullan’s (2007) distinction between restructuring and reculturing reminds
faculty that moving graduate programs toward a social justice orientation
must go beyond the mere revision of mission statements and syllabi. Rather,
it involves ongoing personal and collective reflection about the meaning of
social justice as well as the ways in which graduate students can be taught to
appreciate the importance of this concept in school psychology and their
larger society.
Consultant and consultee roles
In selecting a consultant, faculty must be sure to identify candidates who
have the appropriate qualifications and expertise. Schein (1978) distinguished
between two types of consultant expertise: content expertise and process
expertise. Content expertise refers to the consultant’s command of subject
matter knowledge related to the specific organizational problem to be
addressed. Consultants with content expertise are likely to be school psychology graduate educators who specialize in social justice issues or who teach in
SPPs with a strong social justice emphasis. Consultants who have expertise in
school-based multicultural issues also may be viable candidates. As noted
previously, multiculturalism and social justice are related but distinct concepts. A consultant who specializes in multicultural issues is skilled in
providing culturally responsive services to individuals from diverse backgrounds (and in diverse settings). Both the consultant and faculty should
acknowledge, however, that a social-justice-oriented program emphasizes not
only multicultural issues but also training in recognizing and challenging
individual and systems-level inequities.
Consultants with process expertise are those who are well versed in the
change process itself; they are skilled in working with organizational members to solve systemic problems (regardless of the content of the problem).
Individuals who are experienced in analyzing organizational problems, working with administration, and guiding data collection and interpretation are
considered to have strong process expertise. Ultimately, the ideal program
consultant would have both content expertise in social justice issues and
process expertise in facilitating program change. However, if program faculty
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are unable to identify candidates with this unique combination of knowledge
and skills, they should seek consultants who have expertise in areas that
somehow complement or extend their own.
In addition to outside experts, consultants may also be internal program
faculty members who are well versed in social justice training and scholarship. Given potential funding constraints, identifying an internal consultant
may be the most ideal arrangement for programs. As compared with external
consultants, internal consultants have a number of advantages, including
their access to insider knowledge and their potential to ensure the longterm sustainability of program change (even after consultation is terminated;
Meyers et al., 2009). Conversely, external consultants may be better positioned to bring outside knowledge, maintain a nonbiased perspective, and
avoid competing job responsibilities within the organization. Nevertheless,
when the consultative relationship is focused on developing or modifying
organizational programs (e.g., infusing social justice training in SPPs), the
consultant’s degree of content expertise is likely to be more important than
whether ze is internal or external to the system (Meyers et al., 2009).
Consultee refers to program faculty and staff who are interested in fostering a social justice orientation in their graduate training program. Meyers
et al. (2009) contend that the consultee should assume an active role in the
change process. In particular, faculty and staff should collaborate continually
with the consultant to assess relevant ecological factors, secure stakeholder
support, identify program problems and goals, and implement and evaluate
interventions. The assumption underlying this extensive consultee involvement is that programs are more likely to function successfully if their
members are competent in identifying and solving systemic problems.
Thus, to a large extent, one of the goals of the consultation process is to
build the program’s capacity to sustain change and address future challenges
effectively.
Finally, client refers to graduate students who are served in the SPP;
however, the consultation process described in this article centers on facilitating change in the program itself. Although the ultimate goal of program
change is to train school psychologists who are prepared to engage in social
justice advocacy, the goals of program-centered organizational consultation
(described in further detail in the following) primarily involve assisting the
organization or system in improving specific components of its work (e.g.,
curriculum and faculty advising; Meyers et al., 2009). Nevertheless, assessing
student outcomes (e.g., demonstrated multicultural competencies) is a critical
component of data collection and provides valuable insight into the progress
of systems change.
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Moving toward a social justice orientation in graduate training:
Implementing organizational consultation
The following sections illustrate the application of the organizational consultation model of Meyers et al. (2009) in creating change in school psychology graduate programs. More specifically, this framework describes steps for
gradually moving training programs toward a social justice orientation.
Although described separately in the following, the stages of Meyers and
colleagues’ (2009) model are intended to be implemented recursively rather
than discretely. Throughout the consultation process, the consultant and
consultee (i.e., program faculty) are likely to revisit previous stages of the
process as they achieve increasing clarity about the nature of the change. As a
result, problem definitions and intervention plans may be modified over time
as data are continually analyzed and interpreted (Meyers et al., 2009).
Drawing on the work of Caplan (1970), Meyers et al. (2009) distinguish
between two types of organizational consultation: program-centered organizational consultation and consultee-centered organizational consultation. According
to the authors, program-centered organizational consultation is analogous to
Caplan’s program-centered administrative consultation and focuses on improving
specific components of the system’s work. Conversely, consultee-centered organizational consultation, which is analogous to Caplan’s consultee-centered administrative consultation, focuses on addressing general problems in organizational
processes and infrastructure (e.g., communication). The following framework
assumes a program-centered approach since the goals of consultation center on
developing program content, requirements, and curriculum.

Entry

Broadly, the entry stage of the framework involves establishing a collaborative professional relationship between the consultant and consultee. During
this stage, one of the consultant’s primary goals is to ascertain the various
cultural, ecological, and political factors that contribute to the dynamics and
functioning of the training program. For example, the geographic location of
the program (e.g., urban or suburban setting) may considerably influence
local priorities and values, which in turn may shape graduate training. The
consultant also seeks to identify all potentially relevant stakeholders in the
change process, which include (but are not limited to) faculty members,
university administrators, community-based service providers, field supervisors, program alumni, and students. To assist with this process, the consultant may benefit from identifying a cultural broker (e.g., program faculty
member who is knowledgeable about program content and contextual variables) who can connect hir with various stakeholders (e.g., other program
faculty, administrators, and field supervisors; Ingraham, 2014).
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Consultants may seek information regarding the faculty’s demographic
composition, scholarly interests, competencies, courses taught, and professional relationships both within and outside of the program. In gathering this
information, the consultant should be mindful of the various organizational
and political factors that may influence faculty roles and perspectives.
Depending on the nature of their positions, graduate educators may have
significantly different program responsibilities. For example, non–tenure
track faculty are more likely to be engaged in teaching activities, curriculum
development, and administrative duties, whereas tenured and tenure-track
faculty may be more engaged in scholarship and research supervision.
Moreover, faculty at various career stages (e.g., pre- and post-tenure) are
likely to experience vastly different institutional pressures. Pre-tenure faculty
who are under considerable pressure to “publish or perish” may be resistant
to time-intensive change that detracts significantly from their research agendas. Finally, it may be advantageous for consultants to initiate the entry
process at a time when faculty are able to review meaningfully and thoroughly their course curricula and program requirements (e.g., during the
summer). Consultants should attend carefully to these types of concerns and
allow faculty sufficient time to consider the benefits and sacrifices associated
with undertaking comprehensive programmatic change.
The consultant may also seek information about the cultural backgrounds,
professional interests and aspirations, and extracurricular obligations (e.g.,
employment) of students. As mentioned above, some programs offer primarily evening courses since many of their students hold daytime jobs to finance
their education. These scheduling limitations may make it difficult for faculty
to coordinate additional daytime training activities outside of existing practica and internship requirements. Consultants should attend also to the
nature of student interactions and the extent to which individuals from
diverse cultural groups feel supported, valued, and engaged in the program
(Proctor & Truscott, 2012).
Other ecological factors that should be assessed concern the nature of
existing program–community partnerships, especially in regard to practicum
and internship training. Specifically, the consultant should attend to the
nature of faculty–supervisor relationships as well as the characteristics of
practicum and internship settings. In addition, consultants should ascertain
the program’s degree of financial support and the extent to which a focus on
social justice issues is consistent with the mission of the larger school, college,
and/or university in which the program is situated. Toward the end of the
entry stage, consultants and program faculty should establish a formal or
informal contract regarding the roles and responsibilities of all parties.
Including all relevant stakeholders in the contract negotiation process may
increase their active engagement throughout the remainder of the consultation process.
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Problem definition

This stage refers to the consultant and consultee’s joint efforts to identify and
understand the problem to be addressed. Problem definition can occur during
contract negotiation but often requires more extensive work after an agreement
about services has been reached (Meyers et al., 2009). During this stage, the
consultant seeks input from multiple stakeholders (e.g., faculty, administrators,
current students, program alumni, and field-based supervisors) to clarify and
operationally define the problem. This operational definition allows the consultant and consultee to identify clear intervention goals.
In the problem definition stage, the consultant may focus on two tasks in
particular: (a) identifying the core beliefs of faculty, administrators, and
trainers about social justice and graduate training and (b) assessing social
justice competencies, training experiences, and perceptions of program culture among current students and recent alumni. To accomplish the first task,
the consultant may conduct interviews with faculty, administrators, and field
supervisors in order to assess their approach to graduate education and social
justice issues in school psychology. For example, consultants and faculty
members may examine the content of current courses and construct a
curricular matrix that maps the program’s alignment with NASP’s domains
of practice as well as with critical social justice competencies. This process
may allow the consultant and consultee to identify target areas for program
improvement and to clarify further their consultation goals. In addition,
assessing stakeholder (e.g., faculty and administrator) perspectives on program dynamics is important for identifying potential institutional, logistical,
and cultural barriers to change. For example, faculty members from cultural
minority backgrounds may experience a number of barriers to success in
academia, including the undervaluation of their scholarship, direct and
indirect challenges to their intellect in the classroom, and professional isolation (Turner, Gonzalez, & Wood, 2008). Having a better understanding of
these obstacles can help the consultant and faculty identify critical intervention goals (e.g., the expansion of program approaches to teaching social
justice and the creation of educational communities that value diversity).
The consultant and consultee also should collaborate to evaluate student
outcomes associated with program training. In particular, they can assess students’ multicultural competence by conducting direct observations and reviewing permanent products such as course grades, work samples (e.g., deidentified
case reports, course projects, and conference presentations), self-evaluations, and
performance feedback from faculty and field supervisors. Consultants also may
conduct interviews and focus groups with students from diverse backgrounds to
ascertain their understanding of social justice, their perception of program
strengths and weaknesses, and the extent to which they feel empowered, supported, and engaged in their graduate studies. As compared with nonminority
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peers, students from racial and ethnic minority backgrounds may report significantly higher exposure to prejudice in graduate training environments,
which in turn is associated with diminished academic engagement and lower
perceived levels of social support (Clark, Mercer, Zeigle-Hill, & Dufrene, 2012).
Consultants and graduate trainers must attend carefully to any academic and
social barriers reported by students from traditionally marginalized groups as
these barriers are a flagrant threat to the social justice agenda.
Data collected during the problem definition phase can provide valuable
information regarding the nature of program change and interventions. As
consultants and consultees navigate the problem definition phase, they may
benefit from identifying a particular model of social justice graduate education (or adapting an existing model) to guide their efforts. The models of
graduate programming described earlier (e.g., Miranda et al., 2014; Moy
et al., 2014) are examples of frameworks that may assist faculty in shaping
program change. Identifying a specific model of social justice training during
the problem definition stage may facilitate several critical consultative processes moving forward, including (a) framing the problem, (b) promoting
consensus regarding curricular priorities, (c) clarifying intervention goals,
and (d) developing an appropriate plan for intervention implementation.
From data collected in the problem definition phase, consultants may
decide to focus their efforts on one or more of the following interrelated
areas: enhancing students’ multicultural competencies, expanding the scope
of training, and ensuring equal access to a supportive academic environment
for all faculty and students. Ultimately, the problem definition phase is
critical for promoting shared meaning among change agents, or consensus
about the goals, organization, and desired outcomes of their efforts (Fullan,
2007). Consultants and consultees are likely to revisit this stage recurrently as
they implement interventions, analyze data, and ultimately come to understand organizational problems in new ways.
Needs assessment

Before proceeding with implementation, the consultant and consultee should
conduct a comprehensive needs assessment to clarify further their intervention goals. Specifically, they may revisit data collected during the problem
definition stage as well as seek input from additional stakeholders regarding
existing and needed program supports. Often, consultants use mixed-methods approaches to data collection, including interviews, observations, climate
surveys, and record reviews (e.g., Meyers et al., 2009). For example, the
consultant may examine existing course syllabi, the curriculum, and program
requirements to determine the extent to which social justice content currently is infused in training. In addition, the consultant should determine the
extent to which multicultural competencies are addressed in field placements.
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In particular, consultants should consider the characteristics of training
environments (e.g., client risk factors and opportunities for specialized training). They should also determine the extent to which faculty and practitioners are prepared to teach students about issues and practices relevant to
social justice advocacy. Upon collecting these data, the consultant and consultee should engage in collaborative data analysis and interpretation to
ensure the accuracy of assessment findings.
Intervention

During this stage, the consultant and consultee collaborate to develop and
implement interventions that are perceived as feasible and acceptable to
program constituents. These interventions should be focused not only on
developing high-quality, effective training programs but also on building
program capacity to address future systemic problems (Fullan, 2007;
Meyers et al., 2009). Thus, the consultant and consultee should focus on
developing a training program that has the ability to adapt, problem solve,
and innovate in response to changing environmental pressures. To build
program capacity, consultants should ensure that interventions prompt both
cultural change (i.e., the expansion or modification of core training philosophy) and structural change (i.e., modifications to curriculum and training
that are aligned with the program philosophy; Meyers et al., 2009).
First and foremost, the consultant and faculty should clarify the philosophy, mission, and orientation of the program within their chosen training
framework (as described in the problem definition phase). This may involve
expanding traditional notions of cultural diversity and social justice beyond
the concepts of race, ethnicity, and language and into domains such as
gender, sexual orientation, and other areas of individual difference
(McCabe & Rubinson, 2008). It may also involve a shift toward a more
ecological training orientation in which injustice is acknowledged at the
individual, group, and institutional levels and advocacy is emphasized as a
primary means for eradicating inequality.
Intervention development and implementation should be guided by
assessment findings from both the problem definition and needs assessment stages. Given that research on social justice training is still emerging, the identification of suitable program interventions may be
challenging at this point in time (Shriberg, 2012). To assist with this
effort, Table 1 describes program features typically associated with highquality social justice training in graduate settings. Intervention areas and
descriptions include recommendations for SPP faculty, field-based supervisors, and institutional administrators. In addition, Table 1 provides
relevant conceptual and empirical literature describing each feature.
Consultants and faculty members should interpret this literature with
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caution as research linking individual program features to specific student
outcomes has yet to emerge. Nevertheless, the existing literature in this
area provides valuable insight into the “best of social justice training” to
date (Shriberg, 2012).
Meyers and colleagues (2009) caution that selecting interventions with
strong empirical support is necessary but not sufficient for ensuring their
success. In addition to having research support, interventions must also be
well suited to the environments in which they are implemented. Specifically,
they should be perceived as acceptable to all relevant stakeholders (e.g.,
faculty, administration, and field placement supervisors) and as appropriately
matched to the cultural norms of the institution. In some cases, however,
institutional norms (e.g., the undervaluation of multicultural scholarship and
professional service in social justice areas) may need to be examined critically
and challenged at the program, department, and/or university level.
Ultimately, given the importance of contextual fit, intervention approaches
will vary across training programs. Approaches also are likely to vary
depending on the resources available to faculty and staff through their
institution.
Throughout the intervention process, training for faculty, instructional
staff, and field supervisors is key to facilitating effective change and building
program capacity (Meyers et al., 2009). Because striving for social justice is a
cyclical process in which there is continual room for improvement (Miranda
et al., 2014), ongoing faculty professional development is valuable for building the program’s capacity to apply social justice concepts in all areas of
training. It is also essential for ensuring the program’s continued success
when the consultant is no longer engaged with the system. In particular,
professional development activities should encourage faculty to understand
themselves as racial and cultural beings and to examine critically their
personal experiences with privilege and oppression (Sue, 2008). This personal
reflection may allow them to better understand how their respective worldviews affect their approach to school psychology practice, their interactions
with others, and their communication of course material to students.
Consultants and consultees should recognize that building faculty capacity
for addressing multicultural topics in their respective classrooms may pose
considerable challenges. All program faculty should be educated about the
subtle yet pernicious interactions that can adversely affect the success and
well-being of diverse students in academic settings. These interactions
include (but are not limited to) racial microaggressions (i.e., statements or
actions that subtly communicate demeaning messages about an individual’s
racial background; Clark et al., 2012) and aversive racism (i.e., covert prejudice in which an individual outwardly endorses fairness and equality for all
racial groups but may harbor conscious or subconscious negative attitudes
toward some groups; Kovel, 1970). Faculty may be reluctant to address
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Table 1. Intervention Elements to Move School Psychology Programs Toward a Social Justice
Orientation.
Program element/
intervention area
Training framework

Recommendations with supporting and descriptive literature

● Develop a comprehensive framework for integrating social justice training
throughout the program (Miranda et al., 2009; Moy et al., 2014)

● Framework should be guided by a clear definition of social justice (Radliff et al.,
2009)
Program mission

● Develop mission statement that explicitly communicates the program’s commitment to social justice training and advocacy (Miranda et al., 2014; Radliff
et al., 2009)
● Ensure that the program mission is reflected pervasively in coursework, field
experiences, and other training requirements (Miranda et al., 2014)

Faculty diversity

● Create institutional/departmental plans for increasing diversity among faculty
hires (D. G. Smith, Turner, Osei-Kofi, & Richards, 2004)

● Create mentoring opportunities and networks for junior faculty (Dixon-Reeves,
2003; Piercy et al., 2005; Yager, Waitzkin, Parker, & Duran, 2007)

● Address potential salary inequities among faculty members (Turner et al., 2008)
Student diversity

● Implement an equitable, multifaceted admissions process designed to identify
●
●
●
●
●
●

Institutional support

student candidates who are committed to social justice work (Moy et al., 2014;
Radliff et al., 2009; Villegas, 2007)
Encourage early outreach efforts by faculty to potential applicants from minority
backgrounds (Proctor & Truscott, 2013; Rogers & Molina, 2006)
Create recruitment materials that emphasize the social justice and multicultural
foci of programs (Ponterotto et al., 1995)
Establish relationships with undergraduate institutions that typically serve individuals from minority backgrounds (e.g., Hispanic-serving institutions and historically Black colleges and universities; Rogers & Molina, 2006)
Foster opportunities for peer support and mentoring (Bowman, Bowman, &
Delucia, 1990; Grapin, Lee, & Jaafar, 2015)
Provide high-quality mentoring networks that comprise faculty, field-based
supervisors, and others (Caldwell & Vera, 2010; Dixon-Reeves, 2003)
Form student interest groups dedicated to exploring social justice issues (Burnes
& Singh, 2010; Delgado-Romero & Wu, 2010)

● Support student ethnic organizations that increase visibility of diverse groups
on campus (Bowman & Park, 2014; Bowman, Park, & Denson, 2015)

● Provide adequate funding for graduate students from diverse backgrounds
(Chandler, 2011; Ponterotto et al., 1995)

● Develop tenure expectations that value multicultural scholarship, teaching, and
service (Piercy et al., 2005; Williams & Williams, 2006)

● Award course release time to faculty pursuing professional development in
multicultural issues (Tori & Ducker, 2004)

● Educate personnel about the challenges commonly faced by minority faculty
(Pittman, 2012)

(Continued )
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Table 1. (Continued).
Program element/
intervention area
Curriculum

Recommendations with supporting and descriptive literature

● Offer multicultural education that is infused throughout the curriculum as well
●
●
●
●
●
●

Field-based training

● Offer students a variety of placements in which they will have opportunities to
●
●
●
●
●
●

Extracurricular
opportunities

as explored in depth in specific, designated courses (Newell et al., 2010; Radliff
et al., 2009; Rogers, 2006)
Offer multicultural education that is grounded in relevant theory (T. B. Smith
et al., 2006)
Explore linkages between field-based training and coursework in relation to
social justice issues (Moy et al., 2014)
Emphasize multicultural knowledge, awareness of power and privilege, and
advocacy skills (Goodman et al., 2004)
Provide multiple forums and opportunities for self-reflection (Burnes & Singh,
2010; Shriberg, 2012)
Integrate relevant service learning activities in the curriculum (Caldwell & Vera,
2010)
Provide explicit instruction and relevant readings in social justice issues (Burnes
& Singh, 2010; Proctor & Truscott, 2012)

witness social justice issues (e.g., schools, hospitals, disability resource centers,
and mental health clinics; Burnes & Manese, 2008)
Integrate social justice training early on in practica to ensure preparedness to
address complex issues in internship (Burnes & Singh, 2010)
Provide opportunities for trainees to work with diverse populations and individuals from traditionally marginalized groups (Caldwell & Vera, 2010; Moy et al.,
2014)
Provide advanced training in systems-level change, collaboration, and consultation (Lewis, 2010; Shriberg, 2012)
Train students to design and deliver in-service professional development on
social justice topics (Burnes & Manese, 2008; Burnes & Singh, 2010)
Foster connections between faculty and field-based supervisors to coordinate
social justice training and to provide ongoing professional development (Burnes
& Singh, 2010)
Highlight examples of injustice in field settings (Caldwell & Vera, 2010)

● Engage students in extracurricular community projects that encourage them to
advocate for marginalized groups (Caldwell & Vera, 2010; Radliff et al., 2009)

● Engage students in research and scholarship on social justice issues (Caldwell &
Vera, 2010; Li et al., 2009)

Assessment

● Assess students’ degree of multicultural competence (Malone et al., 2015)
● Assess students’ social justice attitudes and beliefs using rating scales and other
formal measures (Chen-Hayes, 2001; Corning & Myers, 2002; Fietzer &
Ponterotto, 2015; Hays, Chang, & Decker, 2007; Nilsson et al., 2011; TorresHarding et al. 2012)
● Assess students’ beliefs and competencies using informal measures (e.g., evaluate reports and case presentations using internal rubrics; Burnes & Singh, 2010)
● Assess program climate (Ducker & Tori, 2001; Hurtado et al., 2008; Tori & Ducker,
2004)
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multicultural issues in their classrooms for a number of reasons, including
fear that they may lose control of classroom conversations and concern that
dialogue about sensitive topics will create uncomfortable tensions among
students (Sue & Constantine, 2007).
While a comprehensive discussion of effective multicultural teaching
practices is beyond the scope of this article, there are several key points
that faculty should consider. First, faculty should encourage students to
become more aware of their social impact on others by educating them
about concepts such as aversive racism, microaggressions, and privilege. In
broaching these topics, faculty should recognize that conversations about
race and prejudice are likely to arouse feelings of anxiety and discomfort
among some students. At these times, they should reassure their students
that openness about their experiences and views is critical for productive
dialogue (Sue, Rivera, Capodilupo, Lin, & Torino, 2010). Faculty also should
bear in mind that multicultural education that is grounded in relevant theory
and research has been found to be most effective in promoting positive
student outcomes (e.g., higher levels of self-reported multicultural competence; T. B. Smith, Constantine, Dunne, Dinehart, & Montoya, 2006).
Ultimately, empowering faculty to feel confident in incorporating multicultural issues in the classroom may allay their concerns and diminish resistance
to program change. For additional references, Proctor and Truscott (2012)
provide a list of resources that are valuable for educating faculty and graduate
students about multicultural issues.
Evaluation

Although described last in Meyers and colleagues’ (2009) model, evaluation
occurs both throughout and following intervention implementation.
Specifically, the consultant and consultee focus on evaluating intervention
efficacy, acceptability, and integrity. To evaluate intervention efficacy, the
consultant may examine changes in participants’ (i.e., instructors, field supervisors, students, and administrators) knowledge, attitudes, and competencies
related to social justice. Tools such as the School Psychology Multicultural
Competence Scale (SPMCS; Malone et al., 2015), Social Issues Advocacy
Scale (SIAS; Nilsson, Marzolek, Linnemayer, Bahner, & Misialek, 2011),
Activism Orientation Scale (AOS; Corning & Myers, 2002), and Social
Justice Scale (SJS; Torres-Harding, Siers, & Olson, 2012) may be promising
for assessing students’ self-reported skills and competence, although further
research is needed to explore the properties of these instruments (Fietzer &
Ponterotto, 2015). Moreover, depending on the nature of intervention goals,
the consultant may assess program climate (e.g., the extent to which academic environments are welcoming of diversity; Ducker & Tori, 2001; Tori &
Ducker, 2004). Consultants and faculty members should recognize that
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graduate students may be hesitant to participate in program evaluation
activities due to the hierarchical nature of faculty–student relationships
(Neisheim, Guentzel, Gansemer-Topf, Ross, & Turrentine, 2006). Thus, the
consultant and consultee should be careful to solicit student feedback in a
confidential and nonintimidating manner. For example, data may be collected anonymously or aggregated and deidentified to mitigate student concerns about privacy and confidentiality.
Evaluating intervention acceptability involves soliciting stakeholder feedback about the perceived effectiveness, fit, and sustainability of the intervention, and evaluating integrity involves examining how the interventions were
actually implemented in practice. In examining treatment integrity, consultants and consultees should attend carefully to multiple dimensions, including intervention content, quality, quantity, and process (i.e., how the
intervention was implemented; Hagermoser Sanetti & Kratochwill, 2009).
Consultants can promote intervention integrity by conducting direct training
with faculty and implementing partnership-based approaches to assessing
treatment fidelity (in which the consultant and faculty collaborate to determine how integrity will be maintained and assessed; Kelleher, Riley-Tillman,
& Power, 2008). The aforementioned intervention characteristics can be
assessed through a variety of quantitative and qualitative means, including
climate surveys, interviews, focus groups, document analysis, and review of
student performance data. On the basis of these data, consultant and consultee may return to previous stages of the process to clarify the nature of the
organizational problems and modify interventions accordingly. As noted
previously, the process of infusing a social justice orientation into graduate
programming is a complex, incremental, and intensive one that requires
ongoing efforts to recalibrate and evaluate progress toward long-term goals.
Summary and directions for future research
Overall, an emphasis on social justice training in SPPs is critical for populating the field with competent practitioners. Social justice training encourages
graduate students to develop a critical awareness of their personal worldviews, the views and beliefs of others, and the various inequalities that
permeate learning environments for children from marginalized backgrounds (e.g., the overrepresentation of racial/ethnic minority students in
special education and pervasive bullying of LGBTQ youth). It also promotes
aspiring school psychologists’ skills in advocating for diverse groups, which
are vital to competent practice. For faculty members, developing a socialjustice-oriented training program involves crafting a cohesive and purposeful
vision for graduate education that centers on principles of multiculturalism,
equity, and advocacy. Models of organizational consultation (such as the one
described earlier) may be useful for guiding faculty in developing a shared
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vision for change that ultimately spurs the meaningful revision of training,
curricula, and program requirements. Organizational consultation models
also may assist faculty in identifying the various institutional and ecological
variables that can affect program development.
Over the past decade, scholars have made considerable progress in studying social justice programming in graduate education; however, there is a
significant need for further research in this area. In particular, future scholarship should clarify the nature of social justice training by defining specific
areas of trainee competency and outlining psychometrically sound
approaches for evaluating these competencies. In addition, researchers
should focus on strategies for encouraging graduate students to translate
their emerging social justice knowledge into field-based advocacy. Moving
beyond these foundational inquiries, scholars should investigate the effect of
specific social justice training components on graduate students’ outcomes
and competencies. Assessing trainee competencies is likely to be a complex
endeavor that involves examining the individual’s knowledge, attitudes, skills,
and actual effect on hir clients’ educational, social, and emotional well-being.
In addition to evaluating trainee competencies, this research should examine
how programmatic shifts toward a social justice orientation affect program
climate, training experiences, and student well-being, particularly for students from minority backgrounds.
Furthermore, future research should examine the utility of organizational consultation models for coordinating change in graduate training
programs (and in particular, the process described earlier). Although this
article elaborates on change related to social justice programming, models
of organizational consultation also may have implications for facilitating a
wide variety of comprehensive programmatic changes. Potential programmatic changes may include aligning school psychology training with
national standards and cultivating a particular area of focus or specialization within the program. At this time, research on the applications and
outcomes of various organizational consultation models (especially schoolbased models) is still emerging. To date, much of the research in this area
has been criticized for its excessive focus on descriptive case studies rather
than rigorous, well-designed research (Illback, 2014). In the future, studies
that employ high-quality action research methods and experimental or
quasi-experimental methodology may be especially valuable for exploring
organizational consultation processes and outcomes (Illback, 2014; Meyers
et al., 2009). Ultimately, these strands of research may have considerable
utility for improving the quality of school psychology training programs
and for preparing professionals who approach their practice in a fairminded, equitable, and proactive manner.
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